In a country where development is currently a high priority, effective a n d 
Introduction
Diversity, multiculturalism, global awareness, global interdependence, cost-effectiveness, assessment, quality assurance and many more concepts became buzz words at the international congress o f the World Association for Educational Research in Israel during July 1993. These issues present special imperatives for higher education and in order to deal with them successfully, accountability for the teaching and learning o f students will be expected from universities, technikons, colleges and other higher educational institutions.
The purpose of this review is to delineate the educator's responsibility towards education from a Christian point o f view, to examine possible relationships be tween student study behaviour and academic achievement reported in the lite rature, to describe instruments for assessing students' learning in general and to motivate the suitability of one o f these instruments for use in multicultural edu cation on South African campuses.
O ur C hristian respon sibility tow ards education
In today's world o f turmoil, unrest, economic instability and unemployment, is education that important? Is effective and efficient teaching and learning by any means the responsibility o f us, the faculty members o f a Christian university, and if so, why? A Christian view o f creation will elucidate this issue. God com manded man to be fruitful and to have dominion over every living thing that moves upon the earth (Marshall, 1984:21) . This is usually referred to as the cul tural mandate, and Van der Walt (1992:182) points out that this mandate is part of God's plan of world creation. He also points out that the development o f the rich potential of creation can in a sense be seen as a continuation o f God's crea tive acts, provided that the radical difference between Him and man be kept in mind. We are made in the image of God and are called to shape and form the materials of creation. Man in this role can be seen as a manager or steward responsible for shepherding God's world, supplying the needs of others and shaping the development of human life, a view which is shared by Wolters (1985:14) .
One o f man's responsibilities in God's world is that of education (Romans 12:7) and the authors comply with the vision o f Fowler et al. (1990:1) o f a schooling practice that is shaped and directed by the Gospel. Van der Walt (1989:25) de scribes education as the purposeful effort o f the educator to guide the educand, according to specific norms, towards maturity and equipment for life's task. One way o f guiding students to enable them to develop with the purpose o f becoming competent, is to assist them to reach their full potential by studying in the most effective and efficient way. Many researchers (Pintrich & Johnson, 1990; Moelwyn-Hughes, 1989; Weinstein & Mayer, 1986) are of the opinion that students, especially beginner students, need to realise that they will have to assume a grea ter responsibility and accountability for their own learning.
In a changing society, a new educational strategy will be needed -a strategy which will allow the freedom o f variation within communalities. Du Plessis (1993:5) points out that we cannot afford to await the future passively, as repeti tion o f our past will then be inevitable. Our cultural future in South Africa is much richer in alternatives than our past. In the past, our cultural activities ten ded to be based on only one set o f values, namely simplicity, stability, exclusive ness, continuity, clarity, order and manipulativeness. The foundations for a suc cessful multicultural education system should rest on three fundamental per spectives described by Van der Walt (1993:33) , namely fundamental equality of all people, acknowledgement of variety among people and their cultures and acknowledgement of the necessity of unity among people. Fowler et al. (1990:3-5) clearly state that Christian schooling is not marked by conformity to a certain uniform pattern of schooling practice. People who under go schooling are created in God's image, each one with a unique character and set o f gifts, and educators should not pursue an educated 'product' of units shaped alike in one mould, but should strive to develop the unique character and gifts of each individual.
S tu dent study behaviour and academ ic ach ievem en t in a m u lticultural society
As the educational scene in South Africa changes, educators will in the near future be facing a tremendous challenge with respect to multicultural education. Good teaching requires a sensitivity to the variation in individual personalities as well as diversity in culture -two aspects that will have to be dealt with in South African classrooms, now and in the future. Western culture differs considerably from traditional African cultures, as is described in detail by Van der Walt (1990: 23-39) .
In contrast to the strongly developed sense of communalism in the African cul ture, individual initiative is encouraged among Westerners, and competition, drive and perseverance are expected of individuals. One way in which to make provi sion for individual uniqueness and cultural diversity is to guide students to obtain a better understanding of their particular gifts and ways o f developing them.
To be able to learn in one's own way, is a gift o f God (1 Corinthians 7:7; Romans 12:4-8). The learning characteristics of each learner, therefore, are directed by a wide variety o f different strategies in order to store and retrieve information (Weinstein & Underwood, 1985) . Some learners use deductive rather than induc tive strategies, some react more positively to certain types o f stimuli than to others, while the levels of abstract thinking individuals are capable of, also in fluence the learning process (Fowler et al., 1990:143) . Learning strategies, whether observable or not, are considered worthy objects o f scientific investi gation (Gamer, 1988:63) .
Recent studies (Ickes & Fraas, 1990:30; Pintrich & Johnson, 1990:83; Karabenick & Knapp, 1991:221) indicate that many students lack effective learning stra tegies, and it seems as if the implementation of a learning strategy programme in which learning strategies are assessed and remedial procedures are provided for, offers a promising means o f improving effective learning and consequently, higher levels o f academic achievement.
F ou ndations o f learning strategies research
In recent years, studies in human learning have reflected a new sense o f freedom from classical behaviourism, eclipsing the almost total dependence on the effects of external events on learning (Weinstein, 1988) and emphasis on the improve ment of teaching rather than of learning (Dansereau, 1978) . Increasing acknow ledgement o f and interest in the role o f man in human behaviour (Palmer & Goetz, 1988:55) , resulted in ushering in the learner as an active participant in the teaching/learning act (Weinstein & Mayer, 1986) . The latter view, coinciding with the growth o f cognitive psychology, caused the attention o f researchers to shift towards studying the ways in which learners process incoming stimuli (Weinstein & Underwood, 1985) , while recognising the existence and importance o f conceptual structures within which incoming facts and principles are embedded and organised (McKeachie et al., 1986:25) . Therefore, strategies which serve the integration of mental contents and functions to promote versatility and formation o f individuality, and personal identity should be identified (Schmeck, 1988:5) , simultaneously providing information on the cognitive characteristics o f learners which play an important role in what is being learned (Pintrich, 1988) . The com plex variations in the ways and facilities by which individuals leam, should finally be taken into account, to the extent that learning can be planned in such a way as to celebrate the diversity with which God has created us (Fowler et al., 1990: 143) .
Research on learning strategies is concerned with the apparent influence of learning strategy deficiency on the outcome o f learning. Shifts in admission poli cies, allowing underprepared students into tertiary education, have brought the problem o f students lacking certain skills into the open (Weinstein & Underwood, 1985) . Consequently, research was directed towards establishing the relation ships between the nature and quality o f learning strategies and academic perfor mance (Ickes & Fraas, 1990; Van Aardt et al., 1994) .
The research environment regarding learning strategies neither ignores nor exists in conflict with esteemed psychological constructs o f yesteryear. Informationprocessing approaches to intelligence have stressed the dynamic processes in volved in intelligence rather than static traits in individuals. Conceptualising per sonality variables such as motivation in terms o f process-oriented, dynamic cha racteristics o f individuals, rather than stable, enduring traits (McKeachie et al., 1986) , also indicate a dynamic interplay between personality and cognition (Palmer & Goetz, 1988:56; Entwistle, 1988:22; Schmeck, 1988:172) .
Finally, research on learning strategies has reaffirmed the difference between the ways individuals process and think about material to be learned (Pintrich, 1988) . The consequence of this is that the identification and modification of learning strategies have been researched vigorously in the past three decades, influenced by a growing understanding of the processes by which people learn (Mayer, 1988:11) . There is also evidence that strategies involved in learning can be changed in accordance with situational demands. It is also assumed that the use of different learning strategies can be controlled by the learner (Pintrich & Johnson, 1990 ).
L earn in g strategies
The term learning strategy refers to the implementation of a sequence of activi ties (Gamer, 1988:64) for accomplishing learning by facilitating the encoding of learning matter in such a way that knowledge integration and retrieval are en hanced (Weinstein, 1988) . This definition is in accordance with Mayer's view (1988) that learning strategies are behaviours of a learner that are intended to influence the way in which the learner processes information, using generally de liberate, planned and consciously-engaged activities (Gamer, 1988:64) . In view of the modem approach to effective learning, effective students are now seen as active information processors, interpreters and synthesizers using a variety of different strategies to select, encode, store and retrieve information. In this pro cess students take more responsibility for their own learning (Weinstein & Mac Donald, 1986) . Support strategies like the management of the study environment takes an undeniable place in these strategies.
The need for the classification of learning strategies as influenced by this more modem approach to effective learning, encompassing the entire learning situation, has not led towards a convergence o f opinion among researchers. Dansereau (1978:3-4; 18-25) broadly considered primary strategies (operating directly on the text material) and support strategies which should allow the primary strategies to flow efficiently and effectively (e.g. concentration and monitoring). McKeachie et al. (1986) identified the categories intelligence, motivation, personality and cognitive styles. Weinstein and Mayer (1986) proposed three categories of learn ing strategies, namely cognitive strategies (rehearsal, elaboration and organisa tion), metacognitive strategies (the awareness of and knowledge about cognition, as well as the control and regulation of cognition) and resource management stra tegies (a variety of strategies assisting students in managing the environment and the resources available, the strategies having both cognitive and metacognitive elements). Weinstein (1988:292) , concerned with reducing performance anxiety, external distractions and procrastination, later included a category of affective strategies to the above list.
The enthusiasm and vigour with which the research on learning strategies has advanced with leaps and bounds could, however, be tempered by mounting con fusion in recent literature concerning the term learning strategy (Derry, 1990) , which is reflected by inconsistent definitions o f learning strategies (Hulick & Higginson, 1989) . The inevitable outcome o f this is the current absence of one organisational scheme that is generally accepted as a way of classifying learning strategies (Weinstein, 1988:292) .
L earn in g strategy assessm ent: Issues and instru m en ts o f recent decades
The issue of assessing students' learning strategies is especially important in the new picture o f learning, in which studying and the forms o f autonomous learning and management that comprise it are receiving increased attention. Students en gage in a variety o f learning activities like lectures, discussions, small group collaborations, laboratory exercises, textbook readings, homework and studying for tests and examinations. In a multicultural society, as in the RSA, it can be assumed that some o f the students at university entry level will be underprepared. Being underprepared is not an indicator of students' intellectual abilities, but rather their inadequate environmental and educational experiences. Under prepared students also have weaknesses in study skill strategies (Confer-Owens, 1992) . Besides helping students to become more aware o f appropriate learning strategies and motivating them to use these strategies, the information generated by assessing instruments can enlighten faculty members about the study skills of their students. This kind of information can in turn be used in teaching (Pintrich & Johnson, 1990) .
Traditional efforts to assess and, if necessary, to change the learning and study habits of students clearly reflect the absence o f a sound theory regarding the processes involved in effective learning. Traditional efforts concentrated on ways to improve retention by rote memorisation (Dansereau, 1978:2) , the implementa tion o f mechanical aids such as mnemonic devices, including paired-associate learning, serial list learning and free recall learning (Weinstein, 1988:292) . The use o f questions, the utility o f note taking, underlining, outlining and summarisa tion were also regarded as important aids to enhance recall (Reynolds & Shirey, 1988:78) . The SQ3R programme for more effective learning consisted, in effect, o f a sequential five-step application o f earlier proposed learning aids, viz. survey, questions, read, recall and review (Dansereau, 1978:7) . The popularity o f the SQ3R was one o f the major reasons for the blossoming of research on learning strategies (Paris, 1988:299) . It is unfortunately also apparent that the main ob jective for introducing students to these programmes was to improve their grades, leaving students with no better knowledge o f their own learning activities or of alternative strategies (Dansereau, 1978:7) .
Early self-report inventories which paved the way for means of assessing the learning strategies of individuals are exemplified by the well-known and widelyused Survey of Study Habits and Attitudes, designed by Brown and Holtzman in the sixties (Entwistle, 1988:26) . This inventory, containing four subscales, name ly work methods, delay avoidance, teacher approval and educational acceptance, was one of the first instruments endeavouring to assess learning strategies related to study organisation, attitudes to courses and to teachers and motivation (Ent wistle, 1988:26) . Instruments for assessing learning strategies prior to the seven ties, however, suffered credibility because of a lack of an underlying theoretical or conceptual framework, containing few items on how students actually learn or process material (Weinstein & Underwood, 1985:244-245) . Most of these inven tories used a 'correlational' approach, i.e. trying to find behaviours or activities correlating with successful studying, but which may not be the direct cause of successful learning (Svensson, 1977:233) . Selecting items on the basis o f how well they distinguished between students with high and low grade-point averages, with IQ and achievement test scores controlled, was also the procedure used (Weinstein & Underwood, 1985:244) With the emergence o f clear cognitive foundations for effective learning from the sixties onwards, together with the increasing availability of user-friendly statis tical techniques such as factor analysis and cluster analysis, instruments to iden tify learning strategies and assess students' knowledge and use o f their learning strategies, became more sophisticated. These more modem instruments, focusing mainly on the college or high school student's study practices, are generally used for a number of purposes, including the prediction of academic performance, counselling students on their study practices and screening or criterion measures for study skills courses (Weinstein & Underwood, 1985:244) . An early example is a study techniques questionnaire which was able to distinguish between above and below average students on grounds o f diligence in study habits and an active learning style, the latter referring to building on previous understanding of subject matter or relating new information to material learned in related courses (Goldman & Warren, 1973) . The Inventory of Learning Processes (Schmeck et al., 1977) is another instrument developed expressly to measure kinds of information-processing activities students use while trying to learn academic material. This Inventory contains four subscales, namely elaborative processing (the approach by which the information to be learned is related to the learner's existing knowledge in the same or related fields); synthesis-analysis (measuring the learner's use of organisational strategies); fact retention (examining the learner's techniques for retaining specific facts and details) and methodical study methods (mainly assessing learners' use of traditional study techniques on a regular basis) (Schmeck, 1988:176-178 ).
In Entwistle's Approaches to Studying Inventory (Entwistle, 1988 ) the main idea o f orientation to studying emerges, focusing on the consistency o f approach and, to a lesser degree, the existence o f both approach and motivation. The four sub scales, corresponding to factors extracted by means o f factor analysis, comprise meaning orientation, reproducing orientation, and less distinctly, achieving orien tation and non-academic orientation, with the first three factors having distinctive motivational correlates (Entwistle, 1988) . A combination of items of Schmeck's and Entwistle's inventories were administered to students in both Britain and the USA in the first half of the previous decade with the factor analysis o f the responses resulting in a factor structure showing a very clear pattern linking the two inventories (Entwistle, 1988) .
The emergence of several inventories in the previous decade to assess the stra tegies concerned with effective learning was largely the result o f researchers' efforts to probe into the existence o f those strategies they believed to be asso ciated with effective learning, to group mutual supportive strategies into catego ries, and to correlate the levels of learners' implementation of strategies with their learning outcomes. Comparing the results o f different inventories, like Ent wistle's and Schmeck's, administered to the same group o f students, should have been the beginning o f efforts to curb a possible growing divergence o f opinion on types and the nature of learning strategies.
Two instruments recently developed in the USA for assessing learning strategies, namely the LASSI (Learning and Study Strategies Inventory) and the MSLQ (Motivated Strategies for Learning Questionnaire) have been in use at the Potchefstroom University for Christian Higher Education since 1989. A brief dis cussion of these instruments will reveal that both are based on general cognitive models o f the student as an active information processor who can influence the learning process.
The Learning and Study Strategies Inventory (LASSI)
After having identified several problems with instruments mentioned earlier in this article, Weinstein and her colleagues set out to develop a new instrument with a major goal to assist educators and trainers in diagnosing strengths and weaknesses in students' learning and study strategies in order to provide individualised remedial training. The design and development of the LASSI are extensively described by Weinstein et al. (1988:28-39 ).
The LASSI contains 77 items (i.e. statements regarding learning and study strate gies), takes approximately twenty minutes to administer and can be self-scored by the student for immediate feedback. O f the ten scales of the LASSI listed in Table 1 , five deal with motivation and self-management and five with cognitive strategies.
T he M otivated Strategies for Learning Q uestionnaire (M SL Q )
The MSLQ and LASSI are highly similar instruments, differing mainly in the stronger emphasis on motivation occurring in the MSLQ. The MSLQ was deve loped by a team of researchers participating in the Program on Learning and Teaching at the federally funded National Center for Research to Improve Post secondary Teaching and Learning (NCRIPTAL) at the University o f Michigan, Ann Arbor, under the leadership of Pintrich (Pintrich et al., 1991:4) .
The 1991 version of the MSLQ consists essentially of two sections, namely a motivation section and a learning strategies section. The motivation section con tains 31 items which assess students' goals and value beliefs for a course, their beliefs about their skill to succeed in a course and their anxiety regarding tests in a course. The learning strategy section consists of 31 items regarding students' use o f different cognitive and metacognitive strategies. The last section contains 19 items concerning student management of different resources like management of time and study environment, effort regulation, peer learning and help seeking.
The reliability and validity of the 81-item MSLQ were determined, resulting in Cronbach's alpha coefficients ranging from 0,52 to 0,93, while confirmatory fac tor analysis indicated a reasonable factor validity.
L earning strategy assessm ent in the RSA
At the time when researchers in the field of learning and instruction at the Potchefstroom University for CHE became interested in learning strategies, the MSLQ was still in the developmental stage, while the LASSI had by then been finalised and published. The authors consequently decided to adopt the LASSI for assessing the learning and study strategies of students in the RSA. Research in this regard has been done by the authors for the past five years. For three consecutive years percentile tables of the responses of the total first-year student groups were constructed. A comprehensive norm table could eventually be created, based on the responses of the total group of first-year students for the three consecutive years. The reliability of the LASSI for South African students (Table 1) was satisfactory to high, with alpha coefficients ranging from 0,65 to 0,84, which did not differ drastically from those reported for USA students. The validity of the LASSI for South African students was assessed by exploratory as well as by confirmatory factor analysis, which indicated a satisfactory construct validity. The confirmatory factor analysis (Table 2) showed that, with the excep tion of two LASSI fields, only one factor which was responsible for between 38% and 49% of the total variance, was extracted in each field. Even the two con structs which were extracted in each of the two remaining fields explained sub stantial portions o f the total variance. The comprehensive study of investigating the suitability of the LASSI for use with South African students is described by Van Aardt et al. (1994) .
A practical way o f utilising the LASSI-scores o f students for their own benefit was also devised by the authors. A computer programme was used to plot each student's scores in the ten fields against the class average scores and the LASSI norms. Profiles help students to locate areas where learning and study strategies may be deficient and for which remediation is necessary. These profiles are quick and easy to produce and can be printed out on request.
From research done in various countries, including own research, it can be con cluded that the LASSI is a highly appropriate and sound instrument to determine the learning and study strategies and approach o f students.
O pp ortun ities for integratin g learn in g strategies in m ulticultural education
Motivational scales (attitude, motivation and anxiety) respectively reflect stu dents' general interest and goals for university, their willingness to accept respon sibility for their studies and the extent to which they worry about examinations and doing well in them. Recent experiences at this university revealed an intense desire among students of all cultural groups to acquire tertiary education -a desire which calls for assessing and directing the motivational behaviour of students. Motivational fields are of importance for identifying students who are inclined to attribute underachievement to external factors, supposedly beyond their control.
Attitude scales measure students' general attitudes and motivation for succeeding at university and performing the tasks related to success. Students who score low on this measure need to work on higher level goal setting and reassess how uni versity fits into their future. Students' scores on motivation measure the degree to which they accept responsibility for performing the specific tasks related to uni versity success. Low scores indicate a need to work on goal setting, perhaps at the more global levels assessed on the attitude scale, but certainly at the more specific level o f individual tasks and assignments. Accepting more responsibility for studying and achievement outcomes requires that students learn to attribute much of what happens to them at university to their own efforts rather than to out side forces such as luck or poor teachers, or to uncontrollable forces such as in nate ability. Anxiety scales measure how tense or anxious students are when approaching academic tasks. High anxiety calls for the learning o f techniques for coping with anxiety and reducing worry so that students can focus on the task and not on their anxiety.
Cognitive scales (information processing, selecting main ideas, study aids, self testing and test strategies) concentrate on the thinking processes of students with regard to active involvement in integrating and connecting course material to prior knowledge, assuming that passive strategies like rehearsing, copying notes and underlining are less likely to be beneficial for meaningful learning. Exposure to cognitive developmental activities has not been pursued with equal enthusiasm and effect among different cultural groups in the RSA (Van Aardt & Du Plessis, 1988 ).
An information processing scale measures how well students can create imaginal and verbal elaborations and organisations to foster understanding and recall. Students who apply this strategy insufficiently, need to learn methods enabling them to help add meaning and organisation to what they are trying to learn. Se lecting main ideas scales address students' skills at selecting important informa tion to concentrate on for further study in either classroom lecture or autonomous learning situations. The ability to identify important information will help stu dents to focus their attention and information processing strategies on appropriate material.
Study aids items examine the degree to which students use or create study aids that support and increase meaningful learning and retention. It may be necessary for low scorers in this area to learn more about the types o f study aids provided in educational materials and classes and how they can create their own aids. A self testing scale focuses on students' awareness o f the importance of self testing and reviewing and the degree to which they use these methods. The importance of self-testing and the need to learn specific methods to review academic material and to monitor their comprehension must be emphasized among students who do not utilise this strategy satisfactorily.
Another cognitive scale, test strategies, evaluates students' use o f test-taking and test preparation strategies. Students may need to learn more about how to pre pare for tests, how to initiate a plan of attack for taking a test, the characteristics of different types of tests and test items, and how to reason through to an answer if they do not score well on this measure.
Two self-management scales (time management and concentration) reflect stu dents' skills at directing and controlling their study behaviour. Students' scores on the time management scale measure the degree to which they create and use schedules. Students who lack this competency may need to leam how to create a schedule and how to deal with distractions, competing goals and procrastinationfactors that might not have been addressed incisively among all cultural groups in this country.
Items on concentration measure students' abilities to concentrate and direct their attention to university-related tasks, including study activities. Students who score high on this measure are effective at focusing their attention and main taining a high level o f concentration, while those who score low on this measure are less successful at focusing their attention on the task at hand by eliminating interfering thoughts, emotions, feelings and situations.
C losing rem arks
Knowledge of learning and study strategies and their application may assist students to accomplish optimal learning success. Educators can serve the stu dents by helping them to assess their learning strategies, the nature and appli cation o f which may differ considerably among students. Only when optimal stu dying and learning take place, can the process o f guiding and equipping students o f all cultural groups to become competent learners proceed satisfactorily. In this way educators can address their Christian responsibilities towards education which, however, do not end here, as Van der Walt (1989:29) points out that the highest ideal should be to teach students to submit to God and his laws willingly. The educator should thus be careful not to reduce this optimal learning situation to mere ways and means of memorising facts, but to guide people towards maturity and assist them in equipping themselves for their life's task in such a way that they will simultaneously be equipped for discipleship in God's service. That the Christian responsibility of the South African educator in this respect is unique and challenging in a changing and multicultural South Africa cannot be debated. 
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